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Introduction
　Soka University gives an award for lan-
guage proficiency, and every year, a signifi-
cant number of students aim to get the award 
before graduation. The requirement for re-
ceiving the award is to get over 730 on the 
TOEIC, or equivalent scores of other stand-
ardized language tests. Since Soka University 
was nominated as one of the “Super Global 
University” in 2014 by the Ministry of Educa-
tion, Culture, Sports, Science and Technology 
(MEXT) of Japan, the demand from both stu-
dents and school to rise the number of stu-
dents who have high scores in standardized 
English proficiency tests, especially TOEIC 
and TOEFL, has been increasing.  The World 
Language Center (WLC) of the university 
provides language courses including English 
and manages the Self-Access Center (SAC) 
for language learning. The English Consulta-
tion Room (ECR) is one of the SAC programs, 
established to advise students “how to utilize 
the university facilities and resources on cam-
pus effectively” in 2006 (Ishikawa, 2012), and 
had provided a couple of TOEIC programs 
which were specifically designed with the 
goal of helping participants reach a TOEIC 
score of 730. 
　In 2016, program named “TOEIC 730” was 
designed and conducted by seven assistant 
lecturers of WLC faculty members who also 
served as advisors at ECR. The program also 
included mock test meetings, online self-re-
flections, series of face-to-face counseling ses-
sions and workshops. The advisors conducted 
sessions based on their experience at ECR 
and used different ways of counseling tech-
niques. As a result of the program, many par-
ticipants successfully achieved the goal.
　This paper examined that how this TOEIC 
program helped students improve their TOE-
IC score based on advisors, how each advisor 
conduced the counseling sessions in the pro-
gram and what should be considered to im-
prove the program in the future. The follow-
ing research questions were formulated;
1． How much did the participants of the 
TOEIC program improve their TOEIC 
score based on advisors? 
Tokiko Hori　Kaori Takeuchi
World Language Center, Soka University
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rials. They also needed to respond to an on-
line reflection regarding their English study 
habits along with the result of their TOEIC 
mock test before attending the counseling 
session. Based on the online reflection and 
mock test results, the advisor and the partici-
pant discussed their English learning during 
counseling sessions. The mock test meetings 
were held seventeen times in total. In addi-
tion, three workshops were held in order to 
provide skill focused information in the lunch 
time period 
　The skills and topics covered were reading, 
listening, and grammar together with test 
taking strategies. Each optional workshop 
was planned and conducted by two advisors. 
At the end of the program, a closing ceremony 
was held and participants who attended more 
than six mock test meetings and counseling 
sessions were provided a certificate of comple-
tion of the program in the ceremony. Each 
participant was encouraged to take a TOEIC 
IP test as a post-test and submit the applica-
tion form for the school award if their score 
exceeded 730. Participants’ results were pro-
vided to the advisors by the university admin-
istration.
　Schedule. The program was conducted 
based on the schedule shown as Table 1.  At 
first, an invitation mail was sent to program 
candidates whose maximum TOEIC score 
was in the range of around 500 to 725 in ear-
ly September in 2016. Originally, the school 
expected only a small number of motivated 
students to join the program. 
2． How did each advisor conduct their 
counseling sessions in the program? Is 
there any difference among advisors?
Background Information
An Overview of the TOEIC 730 Program
　Participants. The participants of this pro-
gram were 4th and 5th year students whose 
maximum TOEIC score was approximately 
500 and above. The total number of partici-
pants was 50, mixed in gender, and all of 
them were Japanese. 
　Contents. This program consisted of five 
components: English study counseling, mock 
testing, online reflection, workshops and a 
post-test. Assistant lecturers as advisors con-
ducted face-to-face advising session for TOE-
IC test preparation. Two out of seven advisors 
conducted the sessions in English since they 
were English only speakers, but the other five 
advisors conducted counseling sessions in 
Japanese. The main reason why these advi-
sors conducted their sessions in Japanese was 
in consideration for the English proficiency 
level of the participants. The advisors consid-
ered that majority of the participants’ English 
proficiency level was not enough to conduct 
counseling sessions in English. However, 
some of the participants had studied abroad 
and/or already possessed TOEIC scores close 
to 730. For that reason, English speaking ad-
visors were assigned to those students and 
conducted sessions in English. Each advisor 
was allocated seven or eight students. One 
session lasted about 20 minutes while each 
student attended six sessions throughout the 
program. The participants were asked to take 
a TOEIC mock test, either online or paper-
based, depending on the availability of mate-
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test at computer room in the school and also 
respond to the questions about their English 
study as online reflection. In addition to coun-
seling sessions, one workshop was held 
monthly, three times in total. Before taking 
the post-test, a closing ceremony was held and 
the certificate for attending TOEIC program 
was provided in the middle of December. 
Then, the participants took TOEIC IP test as 
a post-test.
Outcome of the Program
　Even though there were 50 participants at 
the beginning of the program, due to partici-
pants dropping out or opting out of the post-
test, the data only reflects the results for  
the 31 students who attempted the TOEIC 
test after the conclusion of the program. 14 
　There was an almost double increase in the 
number of applicants, and since the TOEIC 
730 program could only accommodate 50 stu-
dents, applicants were accepted on a first-
come-first-served basis. To meet the excess 
demand, the university decided to purchase 
short-term intensive TOEIC program by a 
language company for the rest of the interest-
ed students. 
　A briefing of the program schedule and pro-
cedures was held at the middle of September. 
Then participants were allocated to advisors 
based on their TOEIC scores and asked to fill 
in the first online reflection. Advisors con-
tacted their assigned students by email to set 
their date of the first counseling sessions. As 
mentioned before, each counseling session, 
participants were to take the TOEIC mock 
Table 1. Overall schedule of the TOEIC 730 program.
Week For students  For advisors
Planning (May)
Briefing / Students allocated to advisors
0 Orientation  Workshop preparation started
1 Mock Test #1, Counseling #1
2
3 Mock Test #2, Counseling #2
4
5 Mock Test #3, Counseling #3 Meeting
6 Workshop#1 (Reading)
7 Mock Test #4, Counseling #4
8 Mock Test #5,
9 Mock Test #6, Workshop#2 (Listening) Meeting
10 Mock Test #7,
11 Mock Test #8,
12 Mock Test #9, Meeting
13 Counseling #9, Workshop#3
 (TOEIC tips), TOEIC-IP as a post test
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helping learners through discourse  in lan-
guage learning vary among authors. For in-
stance, Kelly (1996) used counseling and de-
fined as “a form of therapeutic dialogue that 
enables an individual to manage a problem”. 
Gardner and Miller (1999) also employed the 
term ʻcounseling’ and ʻcounselor’ to illustrate 
difference between traditional classroom 
teachers and counselors in self-access center. 
Mynard (2010) uses the term “advising in lan-
guage learning” and explains that the ap-
proach to advising may vary in each institu-
tion. Kato and Mynard (2015) argued that in 
terms of language learning, advising is the 
most suitable term. Especially, advising 
focuses more on reflection of the learners 
rather than directive advising. However, due 
to frequent use of the term ʻcounseling’ among 
ECR advisors, this term will be used in the 
research to mean the advisement of language 
learning.
TOEIC Programs at Japanese Universi-
ties  
　TOEIC is one of the widely used standard-
out of 31 students successfully achieved the 
goal and the average increase of TOEIC score 
was 94.52 points per student (see Figure 1).
　The participants could be categorized into 
four different types based on the attendance 
record of mock test meeting; students who 1) 
attended the program until the end and 
achieved 730, 2) attended the program until 
the end but did not reach to 730, 3) dropped 
out in the middle and did not reach to 730 
and 4) dropped out in the middle but achieved 
730.
　Although the outcome of the program was 
successful enough to meet the demand of the 
institution and the expectation of partici-
pants, examining the program from a differ-
ent perspective was worth conducting. Thus, 
the authors collected the data from the advi-
sors and examined the program for further 
improvement. 
Literature Review
Counseling or Advising 
　The terms and definitions used to address 
Figure 1. Students’ scores of pre-test and post-test
STUDENTPARTICIPANTS
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English and Japanese) regarding their coun-
seling sessions through Google Forms;
Questionnaire for advisors via Google 
Forms
1． How did you try to do counseling? 
What did you keep in your mind while 
doing counseling?
2． How did you make plans for the coun-
seling sessions every time?
3． Regarding the following points about 
TOEIC program, please write your 
comments and suggestions.
a．Counseling (Schedule)
b．Workshop
c．Mock test
　Then, based on the responses of the pre-in-
terview questionnaire, each participant was 
interviewed to elicit more information about 
the counseling sessions. Interviews were 
semi-structured to minimize the differences 
among interviewers. Three participants were 
interviewed via Skype while the rest were 
conducted face-to-face. Interviews were con-
ducted in English or Japanese, according to 
interviewees’ preference. As a result, four in-
terviews were conducted in English and three 
interviews were in Japanese. In the inter-
views, the authors asked several questions as 
listed below;
Sample questions in interviews 
1．How did you plan counseling sessions?
2． How did you conduct counseling ses-
sions?
3． Do you think you changed the way to 
do counseling sessions based on stu-
dents? If so, how did you change?
ized tests for English proficiency  in Japan, 
overall 2,500,000 people took the test in 2017 
(Education Testing Service, 2018). Thus, a 
number of courses or programs have been 
conducted in a variety of tertiary level insti-
tutions.   Mostly,  these  courses or  pro -
grams usually consist of teaching grammar, 
vocabulary,  and test-taking skills within 
TOEIC  oriented  course books. Credited 
or not, they are provided by language teach-
ing companies or instructors of the institu-
tions.  Kimura (2016) in addition applied 
coaching techniques into her intensive TOEIC 
preparation course. Although she utilized ma-
terials and activities carefully selected to in-
tegrate coaching techniques  into teaching 
TOEIC skills, still teaching students in the 
classroom was the main part of the course. 
Overall, for a test preparation program which 
employs the counseling sessions as its main 
component, there has been little examination. 
Methodology
Participants
　The research was conducted in October and 
November 2017, as a part of preparation of 
TOEIC program in the future. The seven ad-
visors of the TOEIC 730 program in 2016 
were asked to respond to a questionnaire and 
an interview regarding the sessions in the 
program. One of the authors also was an ad-
visor of the program, thus joined this re-
search as a participant as well.  
Procedures
　Firstly, the authors compared the pre-and 
post-test of students’ score based on each ad-
visor. Secondly, participants were asked to re-
spond to the following questions as the pre-in-
terview questionnaire (presented both in 
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between the average of pre-test score and the 
target score was 130 points and the increased 
score per student was less than 50 points, 
meanwhile no students achieved the program 
goal. Advisor C, E, and F had students with 
similar pre-test score range. The gap of the 
pre-test score and the target score was 
122.14, and the average of the increase was 
97.83. As a result, 4 out of 15 students 
reached the goal. Advisor G had the students 
with the lowest average score on pre-test (584, 
the gap was 146), however, the increased 
score per student was the highest (176.25), 
and 3 out of 4 students achieved the goal. Ad-
visor A and D had students with the highest 
pre-test score, the gap was 45.67. The in-
crease was 68, and 7 out of 9 students 
achieved the program goal. The standard de-
viations of increase per advisor were from 7% 
to 11%.
Note. Achieved students means students who 
had TOEIC score more than 730 at the post-
test or earlier.
Advisors’ Responses
　With regard to the pre-interview question-
naire of advisors, the authors analyzed the 
data by using the codes including metacogni-
tive, cognitive, affective and administrative 
categories (see Table 2). Figure 2 shows the 
ratio of those four categories included in each 
advisor’s response regarding the counseling 
sessions as the pre-interview questionnaire. 
More than half of the advisors covered all 
four aspects. However, the percentage of each 
category varies depending on the advisors. 
For instance, when authors asked each advi-
sor the questions about how they tried to do 
counseling and what they kept in mind while 
conducting sessions, responses of Advisor A 
4． From your perspective as an advisor, 
how did the student study throughout 
the program?
5． While doing the counseling sessions, 
did you feel any changes of the stu-
dent?
　The authors recorded the interview and 
showed the TOEIC test results of students 
who were allocated to each participant. The 
responses of the pre-interview questionnaire 
and the transcribed interviews were analyzed 
by each interviewer based on analysis codes 
adapted from Thornton and Mynard (2012) 
(see Table 2), then compared and discussed by 
the authors. The codes were created by Thorn-
ton and Mynard for written counseling ses-
sions (as cited in Kato & Mynard, 2016). 
Results
Pre- and Post-test Analysis Based on Ad-
visors
　Table 3 indicates the number of allocated 
students, the number of students who took 
the post-test, and the number of students who 
achieved the goal of the program, exceed 730 
points at TOEIC test. Advisor A and D had 
the students whose average of pre-test score 
was higher than others, and 7 out of 9 stu-
dents got the score over 730 until the post-
test. All the advisors, except Advisor B, had 
students who achieved the program goal. Ad-
visor A, E, F had the least drop-outs. 
　As for the analysis of pre- and post-test 
score of participants, some differences were 
found among advisors such as the number of 
students achieved the target score, increased 
score per student, and average of increase (see 
Table 4). With reference to Advisor B, the gap 
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Table 2. 
Analysis Codes for Pre-interview questionnaire and Interview
Comment Sub-category Definition
Metacognitive
Goal Setting Comments referring to how the learner is choos-
ing what  to  learn  through diagnosing strengths 
and weaknesses and prioritizing needs and wants
Connections between activities and connections 
to goals
Comments referring to how goals, activities and 
materials connect to each other 
Time management Comments referring  to how the  learner can or-
ganize or  is  organizing  their  time  for  learning 
languages
Evaluating learning gains Comments referring to evaluating  learning gain 
or the effectiveness of activities or materials
Learner self-awareness Comments encouraging reflection on a  learner’s 
learning style preferences and interests
Cognitive
Activities and strategies Comments focusing on specific learning activities
Learning materials Comments referring to learning materials
Affective
Rapport-building Comments aiming to build rapport with the learn-
er, through paying attention to details the learner 
mentions,  referring  to  life  and making oneself 
available for further interaction
Praising Comments praising  the  learners’ efforts,  ideas 
and achievements (Completed actions)
Encouraging Comments encouraging future action or language 
learning in general
Affective factors of language learning Comments related to affective factors of language 
learning, such as motivation, confidence and anxi-
ety
Administrative
Eliciting more information Comments encouraging the  learner  to complete 
activities or given more detail in reflections
Admonishing Comments admonishing the learner for late or in-
complete work
Giving program information Comments reminding the learner about deadlines 
or program procedure
Adapted from Reflective dialogue: Advising in language learning (p.295), by Kato, S., & Mynard, J, 2016, 
New York, NY: Routledge. Copyright 2016 by Taylor & Francis.
93事例報告
dialogues and coded the data based on the 
themes listed on Table 2 as well. The analysis 
of each advisor’s interview can be seen in Fig-
ure 3 and it indicates there might have been 
differences of their counseling sessions. The 
percentage of each category is different advi-
sor to advisor, however, responses of Advisors 
C, D, E, F, and G included four relatively well-
balanced categories in their responses. 
Discussion 
Differences of Students’ Outcome Based 
on Advisors
　The authors aggregated the data of the re-
consisted of three aspects— ʻmetacognitive’ 
ʻcognitive’ and ʻadministrative’ (see Figure 2). 
The response of Advisor B also consisted of 
three aspects, but included ʻaffective’ aspects 
instead of ʻcognitive’ aspects, and 50% of the 
response was related to ʻadministrative’ as-
pects. Advisor B answered, “I always tried to 
do my best for scheduling the sessions by 
sending emails to each advisee and before 
starting the program, we negotiated the time 
and place every time”. The response of Advi-
sor D only included ʻmetacognitive’ and ʻad-
ministrative’ aspects. Responses from Advisor 
A and D lacked ʻaffective’ category.
　The authors also transcribed the interview 
Table 3. 
Number of students per advisor and language of counseling sessions. 
Advisor
Number
 of Students
(Allocated)
Number
 of Students
(Post-test)
Achieved
Students Language
 of Advising 
A 7  5 4 English
B 8  3 0 Japanese
C 7  4 1 Japanese
D 7  4 3 English
E 7  6 2 Japanese
F 7  5 1 Japanese
G 7  4 3 Japanese
Note. Achieved students means students who had TOEIC score more than 730 at the post-test or earlier.
Table 4.
 Average of pre-test scores, average scores increased at post-test per student and average of increase rates. 
Advisor Average of Pre-test
Increased 
Score per Student
Average
 of Increase
SD 
of Increase 
A 667 81 12.23% 7%
B 600 46.67 7.99% 11%
C 611.25 97.5 15.31% 9%
D 701.67 55 6.41% 7%
E 618.33 90 14.38% 11%
F 594 106 18.40% 10%
G 584 176.25 30.18% 7%
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Importance of Balanced Counseling Ses-
sions 
　 The authors assumed that analyzing the 
results of the advisors’ interviews and pre-in-
terview questionnaire would show some clues 
to understanding these differences and char-
acteristics of counseling sessions. Looking at 
Table 4, the rate of increase of the students 
allocated to Advisor C, E, F, and G are 
around 15% and up. The ratio of four catego-
ries of those advisors is relatively balanced 
(17-40%) (Figure 2, Figure 3). Additionally, in 
Figure 2, the analysis of the pre-interview 
questionnaire responses of advisors, respons-
es of Advisor A, B and D are imbalanced and 
their students’ increased score rate relatively 
smaller than other advisors’ students. A simi-
lar tendency was also detected in the respons-
sults of participants based on their advisors 
to examine whether there were differences 
among advisors. Actually, there were differ-
ences in the outcomes among the participants 
in terms of increased scores and increased 
score rates to some extent. According to the 
data on Table 4, both ʻincreased score per stu-
dent ’ and ʻincrease score rates per advisor’ 
differ from advisor to advisor. The former 
ranges from 46.67 points to 176.25 points. 
The latter ranges from 6.41% to 30.18% (see 
Table 4). In contrast, the gap among standard 
deviations of increase rate is relatively minor, 
from 7% to 11%, showing increased score 
rates among students of each advisor were 
relatively close. Therefore,  it could conclude 
the outcome of the students varied among ad-
visors. 
Figure 2. Pre-interview questionnaire analysis based on advisors
Figure 3. Interview analysis based on advisors
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(p.162, Benson, 2013). Overall, balanced ad-
vising sessions included all aspects of advis-
ing in language learning which means ses-
sions were balanced in specific instruction 
and helping students to develop automaticity 
by reflecting their learning together. 
Evaluation of learning gains 
　Advisor B, C and F had one student or none 
who achieved TOEIC 730 at the post-test. 
Those advisors had relatively smaller outcome 
regarding the number of students reached the 
program goal and had a common tendency of 
the sub-category among their responses to the 
interview. The ratio of the sub-category of 
es for the interviews (Figure 3). Responses of 
Advisor A and B are notably imbalanced; 
Cognitive 43% for Advisor A, and Metacogni-
tive 54% for Advisor B. On the other hand, 
interview of Advisor D was quite balanced 
and included specific questions and answers 
which illustrated how intentionally Advisor D 
conducted the counseling sessions even 
though the response of pre-interview was im-
balanced. Benson (2013) stated that “the re-
search evidence suggests that approaches in-
volving a combination of explicit instruction 
and learner reflection may be more effective 
in achieving both of these goals than those 
based on instruction or ref lection alone” 
Table 5. 
Interview analysis with sub-categories of codes, based on advisors.
Categories Sub-categories A B C D E F G
Metacognitive Goal Setting 16.3% 22.0% 0.0% 2.6% 0.0% 1.1% 8.7%
Connection  be-
tween  activities 
and connections 
to goals
6.1% 4.0% 2.0% 4.8% 3.2% 2.2% 5.6%
Time  manage-
ment
6.1% 20.0% 3.0% 6.3% 2.6% 16.5% 9.5%
Evaluating learn-
ing gains
0.0% 2.0% 6.0% 7.0% 9.5% 2.2% 5.6%
Lea rn e r   s e l f -
awareness
6.1% 6.0% 9.0% 7.7% 11.6% 11.0% 10.3%
Cognitive Activit ies  and 
strategies
22.4% 8.0% 12.0% 12.1% 20.5% 17.6% 12.7%
Learning materi-
als
20.4% 2.0% 5.0% 9.6% 10.5% 7.7% 10.3%
Affective Rapport building 0.0% 0.0% 3.0% 9.6% 3.2% 9.9% 4.0%
Praising 6.1% 2.0% 11.0% 3.3% 3.2% 2.2% 2.4%
Encouraging 4.1% 0.0% 1.0% 0.4% 2.6% 0.0% 0.8%
Affect ive  fac -
tors of  language 
learning
6.1% 8.0% 8.0% 8.8% 7.4% 9.9% 11.9%
Administrative Elicit ing  more 
information
6.1% 22.0% 8.0% 9.6% 11.6% 4.4% 15.1%
Admonishing 0.0% 0.0% 10.0% 5.5% 7.4% 3.3% 0.0%
Giving program 
information
0.0% 4.0% 22.0% 12.9% 6.8% 12.1% 3.2%
Note: Categories and sub-categories are adapted from Reflective dialogue: Advising in language learning (p.295), 
by Kato, S., & Mynard, J, 2016, New York, NY: Routledge. Copyright 2016 by Taylor & Francis
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Connection between activities and con-
nections to goals 
　The percentage of the sub-category ʻconnec-
tion between activities and connections to 
goals’ was almost the same among advisors 
(see Table 5). However, Advisor G remem-
bered specific details when giving explana-
tions about allocated students regarding this 
sub-category. For example, “(I suggested) to 
use a TOEIC app for smartphone because the 
student didn’t have much time to study Eng-
lish. And the student’s ultimate goal of learn-
ing English was…so I focused more on…(a 
skill and related activity)…” A similar type of 
reflection was detected in the responses of 
Advisor C, D, E, and F as well.  C o n -
versely, Advisor G remembered all the stu-
dents’ ultimate goals and objectives of learn-
ing English, sometimes further than just 
increasing TOEIC scores, and connected stu-
dents’ activities and materials to those goals. 
The authors evaluated that Advisor G inten-
tionally lead students’ development and facili-
tated learning experiences personalized for 
each student.
Importance of training and information 
sharing
　Although all the advisors were English lan-
guage teachers, they were not trained as lan-
guage advisors. Moreover, there might be 
some gaps among advisors in terms of knowl-
edge about TOEIC test, materials and test 
preparation skills. The schedule for the advi-
sors contains ʻmeetings’ and preparation of 
workshops (see Table 1). Advisors shared in-
formation by preparing workshops in pairs, 
however, not all of them had opportunity to 
learn skills and techniques which were cov-
ered by other pairs. For example, the response 
evaluating learning gains was smaller com-
pared to other advisors; Advisor B 2.0%, Ad-
visor C 6.0% and Advisor F 2.2% (see Table 
5).  Likewise, the ratio of the sub-category of 
connection between activities and connections 
to goals was small; Advisor B 4.0%, Advisor 
C 2.0% and Advisor F 2.2%. On the other 
hand, 22.0% of Advisor B’s response was re-
lated to the sub-category of goal setting and 
20.0% was related to time management. For 
Advisor C, giving program information was 
22.0% and activities and strategies was 
12.0%. 17.6% of Advisor F ’s response was ac-
tivities and strategies and 16.5% of time man-
agement. These sub-categories can be regard-
ed as “information” rather than students’ 
learning. 
　According to Mynard and Carson (2012), 
the main goal of advising is developing learn-
er autonomy and effective learning. Including 
such ideas as, “fostering the abilities in learn-
ers to identify language needs” and “personal-
ize the learning experience by selecting ap-
propriate resources, planning, monitoring 
and evaluating ongoing language learning” 
(Mynard & Carson, 2012). Looking at the Ad-
visor B’s responses, the percentages for ʻselec-
tion of resources’ and ʻevaluating ongoing lan-
guage learning’ were less than the other 
advisors. At least in the reflection of advising 
sessions, Advisor B’s response lacked these 
areas. Advisor A, E and F were strong in giv-
ing advice on activities and strategies, howev-
er, weak in reflecting learning gains. Never-
theless,  due to the l imited number of 
participants, determining which areas advi-
sors tend to focus more during counseling 
session is difficult. Thus, further research 
may be required.
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the gap among the advisors, training session 
and information sharing would be beneficial. 
Considering the size and insufficiencies of the 
study, these findings cannot be generalized. 
However, the authors hope these findings can 
contribute to test preparation program based 
on advising and the field of advising in lan-
guage learning to some extent. 
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